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This article reports on a study of the acculturation of 15 to 19 year old pupils in three
Dutch international schools. As teachers working closely with pupils who have lived
for periods of their lives outside The Netherlands, we felt it invaluable to have more
knowledge regarding their acculturation so as to understand better their mindset and
experiences. Our research has also shed light on the 'true' culture of these Dutch
international schools.

Pupils coming from outside The Netherlands into a Dutch international school may
encounter various problems regarding their acculturation into their new environment.
They are likely to experience differences between their new and previous cultural
environments, both within and outside their new school. Do pupils experience specific
acculturation problems when they move to The Netherlands and enter a Dutch
international school? Knowing if these pupils do experience difficulties can help us as
teachers in supporting our pupils.

Theoretical framework and research questions
We were interested in analysing the acculturation of pupils with respect to Hofstede's
(1994) model of cultural differences and Allan's (2002) seven areas for cultural
dissonance at an international school. The aim of this analysis was to test out certain
hypotheses related to this theoretical framework.

According to Hofstede's model, there are five dimensions that define a national
culture: power distance, masculinity versus femininity (gender), collectivism versus
individualism, weak versus strong uncertainty avoidance and attitude to time. We
decided to focus on using the power distance and gender dimensions in our research
since The Netherlands takes an extreme position on these in comparison to other
cultures (Hofstede, 1991 cited in Fennes and Hapgood, 1997, p. 197). It has a low
power distance, feminine culture, comparable to Scandinavian countries. Contrary to
what is often thought, the culture of The Netherlands is not the same as the United
Kingdom and the United States, which show a low power distance but distinctively
masculine society.

Power distance determines the level of inequality in a society. As a cultural dimension
it describes how power is distributed and organised and how people accept and expect
this reality and behave accordingly. For Hofstede, these values are instilled in children
from an early age by their families and later by the schools they attend. Hofstede
(1986) has listed certain behaviour and attitudes that are typical for classroom
situations related to the dimensions in his model. In large power distance countries
teachers are always treated with respect, they are never contradicted in public and the
quality of the learning is seen as dependent on the teacher. In low power distance
countries the educational process is pupil centred, emphasising pupil initiative so that
the quality of learning is dependent on the pupil.

Hofstede uses gender as a dimension for describing characteristics of a culture that are
related to the roles allotted to men and women. Masculine cultures strive for maximal
distinction between what men and women are expected to do. These countries expect
men to be ambitious and competitive, and to strive for material success. They expect
women to serve and to care for the non-material quality of life. Feminine cultures, on
the other hand, define relatively overlapping social roles for the sexes, in which men
need not be ambitious or competitive. In the school environment pupils in masculine
societies are expected to be competitive, to work hard and pursue high grades. In
feminine cultures emphasis is given to rewarding a pupil's social adaptation, with
average ability taken as a norm.

In our study pupils were asked to indicate a country that they identified as 'home' —
this could be different to their nationality. We expected to find that those pupils who
identified their home country as a country far off the Dutch position on power distance
and gender to show more evidence of acculturation problems than pupils who
identified their home country as The Netherlands or a country close to the Dutch
position on these dimensions.

Michael Allan (2002) uses the concept of cultural dissonance to refer to the experience
of divergences in cultural characteristics and a ‘disharmony in cultural interactions, in
the dimensions of communication, behaviour, expectations and experience’ (2002, p.
49). According to Allan, cultural dissonance can be located across seven specific areas
within an international school. Allan ranks these areas according to their order of
importance:

1. Peer group interaction
2. Individual student factors
3. Teacher/student interaction
4. Academic curriculum





Allan's model provides an effective approach for investigating pupils' process of
acculturation in a Dutch international school, since it enables an analysis of this
process from multiple perspectives. These different perspectives allow for a more
detailed account of the experience of acculturation. Allan's model can also be used to
indicate if pupils encounter more or less cultural dissonance in specific aspects of their
experience at an international school. We expected to find evidence of cultural
dissonance across these seven areas. Further, we expected to find that pupils who have
never attended an international school prior to attending their Dutch international
school to show more cultural dissonance compared with pupils who have attended.

Methodology
Research was carried out at three Dutch international schools. We decided to focus the
research on upper secondary school children, in the range of 15 to 19 years old. These
are the pupils in the last year of the Middle Years Program (MYP5) and in the
Diploma Program (DP1 and DP2) of the International Baccalaureate (IB). In order to
gain more information regarding the acculturation of pupils we began our field
research by interviewing the counsellors at the three schools. These interviews were
used to discuss the problems that these experts have encountered in their own practice.
This information, together with our literature research, was then used to design a pupil
survey. Data from all three schools was merged and analysed as a whole.

For the pupil survey we took specific school-based interactions related to the gender
and power distance dimensions, adapted from Hofstede (1986), and connected these to
specific areas taken from Allan’s (2002) model of cultural dissonance. The survey
compared a pupil's own opinions about specific school-based interactions to
statements about their actual experience at school. The table below shows examples of
statements — a personal opinion is paired with a statement about actual experience at
school, and the pair is placed in one end of a cultural dimension and in a specific Allan
area. Cultural dissonance is measured according to the difference between the pupil’s




We found evidence of cultural dissonance relating to both of Hofstede's gender and
power distance dimensions. Respondents rated their personal opinion strongly at the
femininity and low power distance end of these dimensions, whilst the school situation
was rated as further away from these positions. This offers a first clue as to the 'true'
culture of these schools. Our research suggests that acculturation problems are likely
to concern pupils who expect low power distance and feminine characteristics but
experience a school culture that does not meet this expectation. Low power distance
characteristics might include: pupil centred teaching methods; teachers and pupils
considered equal; respect given to the independence of pupils. Feminine
characteristics of a school culture include: pupil failure given little consequence;
pupils admiring friendliness in teachers; pupils supporting rather than competing with
each other.

Regarding home country, pupils identifying with a country far off the Dutch position
in Hostede's model tended to indicate more evidence of cultural dissonance than pupils
with a home country closer to the Dutch position. However, when we looked at this
more closely we discovered that pupils who identified The Netherlands as their home
country showed cultural dissonance, with pupils identifying with the U.K. and the U.S.
showing the least dissonance. This gives a second clue regarding the culture of these
schools. The finding suggests that this culture might be described as being closest to
the U.K. and U.S. Though not researched in this study, this could reflect the influence
of a predominantly Anglo-American staff composition in the schools.

Our research showed evidence of cultural dissonance across all seven Allan areas.
However, our results showed that four of these areas repeatedly showed more
evidence of dissonance. These were: peer interaction, teacher/pupil interaction,
institutional school factors and host culture. This does not correspond with Allan's
own ranking for the order of importance of these areas. This suggests that when
Allan's model is applied to specific contexts differences may be found for the order of
importance of these areas and, indeed, that the existence of cultural dissonance in
particular areas may not be shown.

We found that pupils who have attended an international school prior to their Dutch
international school indicated more evidence of cultural dissonance than those pupils
who have not attended a prior international school. Apparently, the experience of
being at an international school does not necessarily aid a pupil with their
acculturation into a Dutch international school. This is a third clue to the Anglo-
American culture of these schools. International schools in other countries might be
further away from this culture. Additionally, many of the pupils not attending a prior
international school could be assumed to have come from an American or British
educational system, explaining why their acculturation into these Dutch international
schools shows less cultural dissonance than other pupils.

Limitations of the study and further research
Hofstede (1994, p. 209) refers to an ‘acculturation curve’ with four phases: phase one
is a short phase of euphoria; phase two the period of culture shock; phase three is
acculturation; phase four a state of mental stability. A significant limitation to our
study is that we did not try to match cultural dissonance to a particular phase that a
pupil could be in. Knowing this would allow us to see if dissonance is related to a
particular phase, or if dissonance reduces at a later point on the curve.

Further research is required to investigate the application of Allan's areas for cultural
dissonance to specific contexts. Our research has indicated that not all these areas
showed significant evidence of cultural dissonance in these Dutch international
schools, and this should be validated. Additionally, our research suggests that the
order of importance of these areas, as given by Allan, needs to be reviewed.

Conclusion
Two important insights emerged for us in making this study.

First, our theoretical framework, combining two of Hofstede's cultural dimensions
with Allan's areas of cultural dissonance, provided us with a way of both analysing
and understanding the acculturation of our pupils in Dutch international schools. The
format of the questionnaire — comparing a pupil's opinion with the actual situation at
school — provided an effective measure of cultural dissonance. The questionnaire
took an average of fifteen minutes to complete. It could be used as a tool for class
mentors, alongside classroom discussions, or for counsellors to assess pupils on an
individual basis.

Second, the research has pointed us towards what we refer to as the 'true' culture of
these schools — that is, an Anglo-American culture. The question that follows from
this finding is this: if pupils entering a Dutch international school expect a culture that
reflects low power distance and femininity, should these schools do more to make
their school culture reflect the host culture, that of The Netherlands?
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This research is concerned with the acculturation of 15 to 19 year old pupils in three Dutch international schools. Teaching at an international school means working with Third Culture Kids (TCKs). For teachers it is invaluable to have knowledge regarding the acculturation of these pupils in order to understand the mindset of the international pupil.

In this research these pupils' cultural dissonance is measured and analysed using the gender and power distance cultural dimensions from Hofstede (1994) and seven areas of cultural dissonance within an international school context as formulated by Allan (2002). Research was carried out at three international Dutch schools. Data was collected using a questionnaire for pupils. Data from all three schools was merged and analysed as a whole. 

Results from the questionnaire show evidence of cultural dissonance that relates to Hofstede's 'gender' and 'power distance' dimensions. Those pupils who identify their home country as a country that is far off the Dutch position in the Hofstdede model show more cultural dissonance than those whose home country is closer to this position. Pupils identifying the U.K. and the U.S. as their home country showed the least dissonance, suggesting that the culture of these three Dutch international schools might be described as being closest to the U.K. and U.S. national culture positions in the Hofstede model. 







Why did we choose this topic?

Pupils coming from outside The Netherlands into a Dutch international school may encounter various issues regarding their acculturation into their new environment. They are likely to experience differences between their new and previous cultural environments, both within and outside their new school. These pupils may not always cope successfully with their transition into Dutch society and culture. Reeves (2006, p. 30) refers to the problems faced by children growing up in an internationally mobile environment and their ‘sense of rootlessness and marginalisation, indecisiveness, resistance to forming deeper levels of intimacy and difficulties in making and maintaining long-term relationships’. In this research we will analyse certain aspects of the acculturation of pupils, aged 15–19, at three Dutch international secondary schools, and with this analysis test out specific hypotheses related to a theoretical framework.

All three authors work closely with pupils who have lived for significant periods of their lives outside The Netherlands. This includes both non-Dutch nationals and pupils with Dutch nationality returning to The Netherlands. Do non-Dutch pupils experience specific acculturation problems when they move to The Netherlands? Additionally, do pupils who are Dutch by birth but have spent a notable part of their developmental years outside The Netherlands also encounter problems re-adjusting to Dutch culture? Knowing if these pupils do experience difficulties with adapting to The Netherlands and Dutch culture can be valuable to us as teachers, enabling us to better understand and support our pupils.

We have attempted to construct a suitable theoretical framework for analysing the acculturation of these pupils. This framework is comprised of three conceptual components. First, a model of national cultural differences defined by the cultural dimensions described by Geert Hofstede (1994) and that enable comparisons to be made between national cultures. Second, the concept of cultural dissonance as defined by Michael Allan (2002) and the notion that this dissonance can be related to specific areas within an international school environment. Thirdly, the concept of the Third Culture Kid (Useem, 1976; Pollack and Van Reken, 1999).

The research questions that we developed for this study are connected to these three components of this theoretical framework. We intend to investigate how this theoretical framework can be used to provide different perspectives on the experiences of pupils coming from outside The Netherlands into a Dutch international school. We also want to see how this framework can enable a detailed analysis of issues regarding the acculturation of these pupils into their new environment. 

As a first stage to the field research for this study we conducted interviews with counsellors at three Dutch international secondary schools. These interviews were used to discuss the problems that these professionals have encountered in their own professional practice regarding the acculturation of pupils aged 15 to 19. This information, together with our literature research, was then used to design a survey for pupils that would provide a further investigation of their acculturation.

In this survey we investigate Allan's concept of cultural dissonance. We connect specific cultural differences in school-based interactions — adapted from Hofstede’s (1994, p. 313-315) descriptions of these interactions for his power distance and masculinity versus femininity dimensions — to specific areas taken from Allan’s (2002, p. 50) model of cultural dissonance within an international school environment. The survey compared a pupil's own opinions about specific school-based interactions to statements about their actual experience at school. Cultural dissonance is measured according to the difference between the pupil’s own attitude and the situation at the school.

Paula S. Fass (2005, p. 937) suggests that, 'The growing reality of movement across borders has become a twenty-first century theme'. In this context, teachers at an international school have a vital role in helping pupils understand their acculturation, and in ensuring that the school does everything possible to give a pupil the best possible start in an unfamiliar environment. Identifying the specific acculturation issues experienced by pupils in their young adulthood at Dutch international schools can help other teachers, counsellors and parents recognise and understand certain problems and behaviour. 










2.1 Acculturation and culture shock

Hofstede (1994, p. 209) refers to an ‘acculturation curve’ in which he identifies four phases that a foreigner living in a new country will move through: phase one is a short phase of euphoria; phase two the period of culture shock; phase three is acculturation; phase four a state of mental stability. Individuals will vary according to the amount of time they might take to move through each phase — some individuals may become permanently entrenched in one phase unable to progress to the next. 

Acculturation also affects larger social groups. In their research on the acculturation of foreign teachers into the Dutch bilingual school system, Grantham, McCarthy and Pegg (2006, p. 4) cite a definition of acculturation given by anthropologists Redfield, Linton and Herskovits (1936):
	
Acculturation comprehends those phenomena which result when groups of individuals having different cultures come into continuous firsthand contact, with subsequent changes in the original culture patterns of either or both group. 









Geert Hofstede's (1994) study of differences between national cultures enables a comparison of culture according to a particular culture's position within a model of cultural differences between societies. According to Hofstede, there are five dimensions that define a national culture: power distance, masculinity versus femininity, collectivism versus individualism, weak versus strong uncertainty avoidance and attitude to time. 

Our research utilises Hofstede’s model of cultural differences. Specifically, we are looking for evidence of pupils experiencing acculturation problems that can be related to Hofstede’s power distance and gender dimensions. We have chosen to focus on these two dimensions since The Netherlands takes an extreme position on these dimensions in comparison to other national cultures (Hofstede, 1994), as will be explained in detail in the two following paragraphs.


2.2.2	  Hofstede’s gender dimension

Hofstede uses gender as a dimension for showing opposing characteristics of cultures. In all societies men and women have well defined roles. The cultures which Hofstede labels as masculine strive for maximal distinction of what men are expected to do and what women are expected to do. Those countries expect men to be assertive, ambitious and competitive, to strive for material success and to respect whatever is big, strong and fast. They expect women to serve and to care for the non-material quality of life, for children and for the weak. Feminine cultures, on the other hand, define relatively overlapping social roles for the sexes, in which, in particular, men need not be ambitious or competitive but may go for a different quality of life than material success; men may respect whatever is small, weak and slow. In both cultures the dominant values in political and work organisations are those of men. In masculine cultures these organizations stress material success and assertiveness; in feminine cultures they stress other factors like quality of life, care for the weak and interpersonal relationships (Hofstede, 1986, p. 308). 

The concept of masculinity and femininity is instilled in children at a young age, in the family surrounding, later in the school environment and in all other parts of society. 

Countries with a masculine culture strive for an achievement-oriented society; countries with a feminine culture pursue a welfare state. In the school environment this means that students in masculine societies are expected to be competitive, to work hard and pursue high grades. Teachers in these cultures take the best students as the norm; they pressure pupils and insist on high performance. Any average work is discouraged and detested. Parents used to this system will also put high demands on their children.








teachers avoid openly praising studentsteachers use average student as the normsystem rewards students’ social adaptationa student’s failure in school is a relatively minor accidentstudents admire friendliness in teachersstudents practice mutual solidaritystudents try to behave modestlycorporal punishment severely rejectedstudents choose academic subjects in view of intrinsic interestmale students may choose traditionally feminine academic subjects	teachers openly praise good studentsteachers use best students as the normsystem rewards students’ academic performancea student’s failure in school is a severe blow to his/her self-imagestudents admire brilliance in teachersstudents compete with each other in classstudents try to make themselves visiblecorporal punishment occasionally considered salutarystudents choose academic subjects in view of career opportunitiesmale students avoid traditionally feminine academic subjects

Table 1: Differences in teacher/student interaction related to Hofstede XE "Hofstede" ’s gender dimension (Hofstede, 1986, p. 315)






2.2.3	  Hofstede’s power distance dimension

According to Hofstede, power distance determines the level of inequality in a national culture. As a cultural dimension, it describes how power is distributed in a country and how people accept and expect this reality and behave accordingly. Within societies and groups there is a difference in the perception of power distance. Hofstede observes that lower educated people, and who are in lower income jobs, often perceive a large power distance compared with those in higher income jobs. 

For Hofstede, the aspects of power distance are instilled in young children from an early age by their families and later by the schools they attend. Hofstede calls this ‘mental programming’, and it determines people’s behaviour for the rest of their lives. In many societies the school period can cover up to 20 years. Therefore, in addition to the family, teachers and classmates also inculcate values into pupils, since they are part of the culture that honours these values (Hofstede, 1994, p. 33). In large power distance countries there is an inequality between parents and children, and this is transferred to the classroom, leading to a teacher/student inequality.  In these countries teachers are always treated with respect, they are never contradicted in public and the quality of the students learning is dependent on the excellence of the teacher. In small power distance countries, the educational process is student centred, with a premium on student initiative; students are expected to find their own intellectual paths. Students have a well-developed need for independence and the quality of learning is dependent on the excellence of the students (Hofstede, 1994, p. 34).

Hofstede has listed certain behaviour and attitudes that are typical for classroom situations in large and small power distance environments (see table 2). It must be said, however, that different views may be found within schools and classrooms and that these characteristics only give a general overview. 

The Netherlands is a small power distance country. In Hofstede’s index of 50 countries it holds position 40 (Hofstede, 1994). Pupils who identify their home country as a country that is far off the Dutch position on power distance are expected to experience more cultural dissonance than students who identify their home country as The Netherlands or a country that is relatively close to the Dutch position on this cultural dimension (Hypothesis 2).


Small power distance societies	Large power distance societies
stress on impersonal ‘truth’ which can in principle be obtained from any competent persona teacher should respect the independence of his/her studentsstudents-centered education (premium on initiative)teachers expect students to initiate communicationteacher expects students to find their own pathsstudents may speak up spontaneously in classstudents allowed to contradict or criticize teachereffectiveness of learning related to amount of two-way communication in classoutside class, teachers are treated as equalsin teacher/student conflicts, parents are expected to side with the studentyounger teachers are more liked than older teachers	stress on personal ‘ wisdom’ which is transferred in the relationship with a particular teacher (guru)a teacher merits the respect of his/her studentsteacher-centered education (premium on order)students expect teacher to initiate communicationstudents expect teacher to outline paths to followstudents speak up in class only when invited by the teacherteacher is never contradicted nor publicly criticizedeffectiveness of learning related to excellence of the teacherrespect for teachers is also shown outside classin teacher/student conflicts, parents are expected to side with the teacherolder teachers are more respected than younger teachers







2.3.1	  What is cultural dissonance?

Our research adopts Michael Allan’s concept of cultural dissonance as the experience of divergences in cultural characteristics and a ‘disharmony in cultural interactions, in the dimensions of communication, behaviour, expectations and experience’ (Allan, 2002, p. 49). Allan argues that this concept is a ‘more instructive’ (p.49) approach for describing such experiences within the context of an international school, since it does not carry with it any value judgement. Referring to previous work in the area of multicultural education theory, Allan implies that terms used in this research such as ‘cultural incompatibility’ or 'cultural deficiency' (Barrera in A. Darder and others, 1992, cited in Allan, p. 49) connote a too negative perspective on the cross-cultural experiences of pupils. 

For Allan, cultural dissonance can be a productive force for intercultural learning and he claims that the degree of success of an international school in creating an effective intercultural learning environment is determined by the extent to which the school can ‘recognise, acknowledge and work with cultural dissonance’ (p.52). Following Allan, a Dutch international school, therefore, needs to be aware of the specific forms of cultural dissonance that its pupils may experience if it is to support and promote intercultural learning. 

Allan’s concept is a relatively new addition to the literature on multicultural education and so far there has been little research that has sought to apply the concept of cultural dissonance to specific contexts. An example of a study that has adopted Allan’s concept is Philip Tucker's and Helen Fail’s (2007) comparison of the views and expectations of Thai parents and Western teachers at a Thai international school. For Tucker and Fail, the concept of cultural dissonance is useful for describing what takes place when people from different cultures interact in a ‘unique environment’ (p. 48) such as the international school. In our research we also use Allan's concept of cultural dissonance to describe cross-cultural experiences in a specific context — namely, three Dutch international schools — and to investigate the extent to which evidence of cultural dissonance can be found there.


2.3.2	  Allan’s areas for cultural dissonance

According to Allan, cultural dissonance can be located across seven specific areas within an international school context, and which he ranks according to their order of importance — see table 1. Allan's model provides an effective approach to investigating pupils' process of acculturation in a Dutch international school since it enables an analysis of this process from multiple perspectives. These different perspectives could allow for a more detailed account of the experience of acculturation, as well as indicate if pupils encounter more or less cultural dissonance in specific areas of the international school environment. This information can be valuable to counsellors at a school by assisting them in providing an effective pastoral support programme for foreign pupils entering a Dutch international school or Dutch pupils returning after a period of time living in another culture.



















2.4		The twilight zone: third culture kids

When children and young adults have spent a major part of their life in another culture, different from their parents’ culture, they are likely to develop a so-called third culture. They become a Third Culture Kid (TCK); that is, ‘a person who has spent a significant part of his or her developmental years outside the parents’ culture’ (Pollock and Van Reken, 1999, p. 19). TCKs are capable of 'building relationships to all cultures, but do not have full ownership in any' (Pollock and Van Reken, 1999, p. 23). 

A TCK can thus be described as a child who accompanies his or her parents into another culture. They are often raised in a genuinely cross-cultural world in which they travel a lot. They tend to have a distinctly different view on the world than their non-TCK peers, and they are expected, at some point, to repatriate and return to their home country. They often grow up in privileged lifestyles far from their home country, in which they are likely to develop a community of their own, sometimes referred to as an expatriate community. 

In our research we are interested in TCKs since most of the pupils that we work with in an international school context meet the criterion ascribed to the TCK. We are interested in seeing to what extent an experienced TCK — which we have defined as a TCK who has had a close interaction with at least three different cultures — shows differences in their experience of acculturation at a Dutch international school compared with less experienced TCKs.








3.1          	We are interested in...

... analysing the acculturation of pupils aged 15-19 in Dutch international schools with respect to ...

3.1.1	...the Hofstede cultural dimensions and cultural dissonance
1.	Do pupils experience cultural dissonance that can be related to Hofstede’s power distance and gender dimensions?
2.	Do pupils whose home country is ‘far’ off the Dutch position on these cultural dimensions rate differently regarding cultural dissonance compared with Dutch pupils or pupils whose home country is close to the Dutch position?
3.	Do pupils who have never attended an international school before their current Dutch international school rate differently compared to those who have attended other international schools, regarding a cultural dissonance related to Hofstede’s power distance and gender dimensions?  

3.1.2	...the seven Allan areas for cultural dissonance
4.	Is there evidence of cultural dissonance in the seven areas within an international school context as outlined by Allen? 
5.	Are there differences or similarities across Allen’s seven areas of cultural dissonance for pupils close to the Dutch position on the Hofstede cultural dimensions compared with those who are far off? 
6.	Are there differences or similarities in this cultural dissonance across Allen’s seven areas for pupils who have attended a previous international school compared with pupils who have not?

3.1.3	...the Third Culture Kid concept and cultural dissonance




3.2.1	Regarding Hofstede's cultural dimensions
1.	The Netherlands takes an extreme position in two of the five dimensions — the gender dimension and power distance dimension. Pupils who identify their home country as a country that is far off the Dutch position on gender are expected to experience more cultural dissonance than students who identify their home country as The Netherlands or a country that is relatively close to the Dutch position on this cultural dimension.
2.	Pupils who identify their home country as a country that is far off the Dutch position on power distance are expected to experience more cultural dissonance than students who identify their home country as The Netherlands or a country that is relatively close to the Dutch position on this cultural dimension.

3.2.2	Regarding Allan's concept of cultural dissonance
3.	According to Allen cultural dissonance can be located across seven areas within an international school context. We expect to find evidence of cultural dissonance across these seven areas. 
4.	Further, we expect to find that pupils who have never attended an international school prior to attending their Dutch international school will experience more cultural dissonance compared with pupils who have.

3.2.3	Regarding the Third Culture Kid concept
5.	Those Third Culture Kids who have interacted closely with different cultures during their developmental years are expected to show less cultural dissonance than those who have interacted with less cultures.
	
6.	According to one of the counsellors, younger pupils from other countries cause more problems then older students. It is therefore expected that older students experience less cultural dissonance then younger ones and adapt easier to new situations.


3.3	 	Relationship between research questions and hypotheses










After studying relevant literature we held interviews with the counsellors at our Dutch international schools — Rijnlands Lyceum Oegstgeest, Amsterdam International Community School and the International Secondary School Eindhoven. The interviews were used to get a better insight into the acculturation as experienced by pupils. Based on literature research and information collected from the counsellors, we developed a survey for students, focussing on two Hofstede dimensions and using Allan’s areas of cultural dissonance. 

After a pilot survey among pupils of one Middle Years Program 4 class (MYP4, age 14 – 15 years), we improved several questions in order to create a more valid instrument. The survey was then used at all three international schools amongst pupils in Middle Years Program 5, Diploma Program 1 and Diploma Program 2 year groups.  The age of pupils in these classes ranges from 15 to 19 years old. The survey took approximately fifteen minutes for a pupil to complete.







4.2.1	Input from school counsellors

For our interviews with the school counsellors we used a set of open questions (see appendix 1). With these questions we intended to find out which acculturation issues play an important role in the eyes of the professionals. The interviews were audio taped and transcribed. The interviews served as a basis for developing our student survey. One of the interviews served as a basis for hypothesis 6: does age of the student play a role in the acculturation process?


4.2.2	Relating the Hofstede dimensions...

The Student Survey (see appendix 7.2) had 10 open questions (section A) and 52 statements (section B and C). Section B had 26 statements that had to be rated on a 5 points scale according to the student’s personal opinion. Section C had 26 related questions, which had to be rated according to the student’s perception of the school’s situation.  Section C also included a 'Don't know' option for each statement.

In the survey we focussed on Hofstede’s power distance and gender dimensions. This is because The Netherlands scores reasonably ‘low’ on these dimensions in Hofstede's research — a score of 14 on the gender dimension and a score of 39 on the power distance dimension on a scale of 0 to 110. The choice for these two dimensions allowed us to compare students from countries that are far off the Dutch values on these dimensions. We created 26 statements in the survey for each dimension, based on the interaction tables (table 1 and table 2) in Hofstede’s article Cultural Differences in Teaching and Learning (Hofstede, 1986). For the gender dimension we created six ‘feminine’ statements and six ‘masculine’ statements in section B and a same number in section C of the survey. For the power distance dimension we developed seven ‘low power distance’ statements and seven ‘high power distance’ statements in section B and a same number for section C of the survey. 


4.2.3	... to the Allan areas in the student survey

The two Hofstede dimensions were interwoven with Allan’s seven areas of interaction (Allan, 2002).  This means that the six (or seven) statements in each of the Hofstede dimension were matched with one of Allan’s areas of cultural dissonance. This resulted in a list of 52 scaled statements.  (Within the gender dimension a seventh statement is missing, since we were unable to identify a proper statement that related to the seventh Allan area for cultural dissonance: home/school interaction.)

The statements were split according to own opinion (section A) and school situation (section B) and then scrambled, ensuring a suitable distance within each pair. To be able to track the paired statements later in our research, we labelled them with a letter and a number and made a grid including all statements (see appendix 7.3). In table 4 (see below) an example is given of paired statements.  Statements LPD4 refer to a Low Power Distance statement within Allan’s cultural dissonance area no. 4, which is academic curriculum.


Statements LPD4 	Hofstede dimension	Allan area
Statement about a pupil'spersonal opinion:School should allow me to choose my own study path	Low power distance	Academic curriculum
Statement about the situationat  school:This school allows me to choose my own path		

Table 4: Example of paired statements  XE "Hofstede" 






The opposing statements in each of the Hofstede dimension made it easy to validate our instrument; every ‘feminine’ question could be validated with an opposing ‘masculine’ question. Also every ‘low power distance’ statement could be validated with an opposing ‘high power distance’ statement. For each statement the mean was calculated and compared with the opposite counterpart. If the difference of the means was more than 1.0 we decided that the pair of statements was valid. 

This was the case for seventeen pairs of statements. For those statements with a difference of less than 1.0 we looked at the individual means. If their means were around a value of 3.0, we claimed this pair of statements to be valid. This was the case for another four pairs of statements. 

For five pairs of statements the mean differences were below 1.0 and they were not situated around a value of 3.0; these pairs were not validated. 


4.3.2	Cultural dissonance in general 

A next step was to look at cultural dissonance. For this purpose we also used pairs of statements, but not within each section B or C, but across sections B and C. For example, the mean answer for statement HPD3 (High Power Distance, Allan area 3) in section B was checked against the mean answer for statement HPD3 (High Power Distance, Allan area 3) in section C; the larger the difference in these answers, the larger the cultural dissonance. Again we used a cut off value for the paired mean difference of 1.0 to determine if there was significant cultural dissonance. 
This comparison was carried out for all statements. 


4.3.3	Cultural dissonance and age of pupils, home country and experience as TCK 

As mentioned in the previous chapter we assumed that some pupils may experience more cultural dissonance then others. Therefore in the analysis we also looked at age of pupils, their home country and experience as a TCK.  

To see if there is a relation between cultural dissonance and age, we divided the sample into different age groups and compared those groups. 

We also looked at the variable home country.  The variable nationality was not be used. Some pupils and their families have adopted the Dutch nationality although they origin from far away countries; other have two nationalities and some pupils seems to have no relationship with their passport country, and refer to another country as their ‘home country’. 





Figure 1: The four Hofstede XE "Hofstede"  quadrants for the Gender and Power Distance dimension














Greece	Q3 (1)	United Kingdom	Q4 (8)
Hong Kong	Q3 (1)	United States	Q4 (10)
Indonesia	Q3 (1)	Serbia	Q2 (1)
Israel	Q4 (2)	South Africa	Q4 (2)

Table5: Country division into the four Hofstede XE "Hofstede"  quadrants and the number of respondents in brackets (Hofstede 1993)









5.1.	Validity of the student survey

As stated in the previous chapter, we found 21 pairs of statements to be valid according to our criteria (see chapter 4.3.2). For five remaining pairs of statements the mean differences were below 1.0 and they were not situated around a value of 3.0. All these invalid pairs occurred in section C, concerning the school situation. They include the Allan area pairs 1 and 6 for the gender dimension and Allan area pairs 3, 4 and 7 for the power distance dimension. 

The answers to these five statements were not fully cross-dependent and required a closer analysis. We look at the individual statements and their answers. We also highlighted them in the analysis for cultural dissonance in the following paragraphs. It seemed that these statements were either formulated in an academic way, phrased unclear or could be interpreted in different ways. We did not, however, exclude them totally from our analysis.


5.2.	General results of the student survey

In the student survey results of all respondents (n=116), six instances of cultural dissonance stand out with a measure above 1.0. In order of mean difference: F6 (1.66), HPD1 (1.60), LPD3 (1.60), F1 (1.23),  F5 (1.18), LPD5 (1.13).  For an  explanantion of the labels see appendix 7.5 Statement Matrix Students Survey. The labels refer to the Allan areas and the Hofstede dimensions explained in chapter 4. In table 6 are the statements that showed significant cultural dissonance for all cases of respondents.








Label 	Section	Statement	Mean value	Mean difference
F6	B (opinion)	When you turn 16, you should be able to try alcohol	3.95	1.66
F6	C (school)	I talk about issues to do alcohol with my teachers	2.30	
HPD1	B (opinion)	Students can only make friends with people their own age	1.66	1.60
HPD1	C (school)	Most of my friends at this school are in my class	3.26	
LPD3	B (opinion)	I should be allowed to express my disagreement with my teacher	4.58	1.60
LPD3	C (school)	At this school I can tell a teacher when I disagree with him/her	2.98	
F1	B (opinion)	Students should help each other to get better grades	4.08	1.23
F1	C (school)	My classmates support me if I get low grades	2.85	
F5	B (opinion)	Teachers should help students to adapt to their new school	4.40	1.18
F5	C (school)	This school helped me to settle in when I arrived	3.22	
LPD5	B (opinion)	The headmaster or school director should be easy to talk to	4.28	1.13
LPD5	C (school)	At this school it is easy to talk to the headmaster or school director	3.15	

Table 6: Pairs of statements in the student survey that  show cultural dissonance (from high to low). The mean value is based on an attitide scale from 1 disagree with statement to 5 agree with statement.  	

Looking at the only statement on high power distance, HPD1, most of the students’ friends are indeed in their age or class – suggesting that the school itself is not close to the Dutch position. An interesting finding that is supported by our findings in the next section.
 
Finally, looking at the Allan areas, we could say there is more dissonance in areas 1 and 5 (peer group interaction and institutional school factors) compared to the other five areas. Allan areas 1 and 5 appear twice on the above list, the areas 3 and 6 only once and area 2 and 4 do not appear at all. (Area 7 is incomplete, see chapter 4.2.3.)


5.3.	Detailed analysis of the results

For our detailed analysis, we looked first at cultural dissonance in general and further analyzed if a relationship could be found between cultural dissonance and age of pupils, home country, having been at an international school before and being an experience TCK (having lived in two or more different countries). For this more detailed analysis we grouped the 116 respondents into different cathegories (age categories, home country cathegories) and compared the results by looking at possible variations in dissonance. 


5.3.1.	Does home country play a role?

Students identifying countries like the UK and the USA as their home country seem to have fewer acculturation issues or less cultural dissonance than their peers from ‘feminine’ countries or ‘high power distance’ countries. This is one conclusion based on our results with respect to Hofstede’s dimensions. We used four ‘home culture’ quadrants (figure 1) for this analysis. Table 7 shows how many pairs of statements show dissonance per quadrant. What supports this conclusion even more is that students personal opinion from the ‘feminine’ countries (Q1 and Q2) score higher on gender and the ‘high power distance’ countries (Q3) score higher on power distance regarding personal opinion. This brings us to the finding that the culture of Dutch international schools is probably closer to the UK and/or US position in the Hofstede model. 
 

Hofstede Quadrants (Q) on Gender and Power Distance 	Numbers of Statements that show significant cultural dissonance
Q1    (Feminine & Low Power Distance)	9     (5  on gender and 4  on power distance)
Q2    (Feminine & High Power Distance)	9     (5  on gender and 4  on power distance)
Q3    (Masculine & High Power Distance)	8     (3  on gender and 5  on power distance)
Q4    (Masculine & Low Power Distance)	6     (3  on gender and 3  on power distance)

Table 7: Pairs of statements in the student survey that show cultural dissonance in the four Hofstede Quadrants

Furthermore, comparing pupils closest to the Dutch position on Hofstede cultural dimensions (Q1) to those furthest away (Q3) shows dissonance in four similar Allan areas: peer group interaction, teacher/students interaction, institutional school factors and host culture. 


Hofstede Quadrant	Instances of dissonance	Number of students
1 (F, LPD)	9	33
2 (M, LPD)	9	5
3  (M, HPD)	8	15
4 (F, LPD)	6	31

Table8: Dissonances  in the Hofstede Quadrants


5.3.2.	Does international school experience play a role?

It is found that students who have been at other International Schools before joining one of the schools of our research experience slightly more and higher dissonance compared to students who have never before been at an international school. Table 9 shows the summary.

 




Table 9: International school experience







Label 	Section	Statement	No international school experience	Mean  Difference	International school experience	Mean  Difference
F1	B (opinion)	Students should help each other to get better grades	4.07	1.21	4.09	1.28
F1	C (school)	My classmates support me if I get low grades	2.87		2.81	
F5	B (opinion)	Teachers should help students to adapt to their new school	4.39	1.13	4.41	1.25
F5	C (school)	This school helped me to settle in when I arrived	3.26		3.16	
F6	B (opinion)	When you turn 16, you should be able to try alcohol	3.88	1.35	4.07	2.11
F6	C (school)	I talk about issues to do alcohol with my teachers	2.53		1.96	
LPD3	B (opinion)	I should be allowed to express my disagreement with my teacher	4.48	1.39	4.73	1.91
LPD3	C (school)	At this school I can tell a teacher when I disagree with him/her	3.09		2.82	
LPD5	B (opinion)	The headmaster or school director should be easy to talk to	(4.29)	(0.95)	4.27	1.39
LPD5	C (school)	At this school it is easy to talk to the headmaster or school director	(3.33)		2.88	
HPD1	B (opinion)	Students can only make friends with people their own age	1.64	1.69	1.69	1.47
HPD1	C (school)	Most of my friends at this school are in my class	3.33		3.16	

Table 10: Pairs of statements in the student survey that show cultural dissonance with international school experience. The mean value is based on an attitide scale from 1 disagree with statement to 5 agree with statement.  

These data do not confirm our expectations that pupils who have never before been in an international school show higher cultural dissonance then pupils who have been in other international schools before (Hypothesis 4, chapter 3.2).


5.3.3.	Does the number of countries lived in play a role?

The research data show a difference in cultural dissonance between pupils who have lived only in one country, in this case the Netherlands, and pupils who have lived in more than one country.  See table 10.


Number of countries lived in	Instances of dissonance	Number of students
1	11	20
2	6	25
3 or more 	6	48

Table 11: Pairs of statements in the student survey that show cultural dissonance with countries lived in

Students who lived in more than one country seem to show less cultural dissonance.  Pupils who have only lived in the Netherlands show dissonance in 11 statement areas; pupils who live in more than one country show dissonance in 6 areas.







Label 	Section	Statement	Shows dissonance, Lived in only  1 country 	Shows  dissonanceLived in 2 countries  	Sown dissonance Lived in 3 or more countries 
F1	B (opinion)	Students should help each other to get better grades	Yes	Yes	Yes
F1	C (school)	My classmates support me if I get low grades			
F5	B (opinion)	Teachers should help students to adapt to their new school	Yes	Yes	Yes
F5	C (school)	This school helped me to settle in when I arrived			
F6	B (opinion)	When you turn 16, you should be able to try alcohol	Yes	Yes	Yes
F6	C (school)	I talk about issues to do alcohol with my teachers			
M5	B (opinion) 	You have to find your way at a new school yourself	Yes	No	No
M5	C (school)	This school was only interested in my grades when I first arrived			
M6	B (opinion)	The drinking age in the Netherlands should be raised	Yes	No	No
M6	C (school)	Teachers at this school never discuss problems related to alcohol			
LDP1	B (opinion)	Students of different ages should be encouraged to mix together	Yes	No	No
LDP1	C (school)	I have friends of different ages at this school			
LPD3	B (opinion)	I should be allowed to express my disagreement with my teacher	Yes	Yes	Yes
LPD3	C (school)	At this school I can tell a teacher when I disagree with him/her			
LPD5	B (opinion)	The headmaster or school director should be easy to talk to	Yes	Yes	Yes
LPD5	C (school)	At this school it is easy to talk to the headmaster or school director			
HPD1	B (opinion)	Students can only make friends with people their own age	Yes	Yes	Yes
HPD1	C (school)	Most of my friends at this school are in my class			
HDP6	B (opinion)	Teachers should keep their private life secret	Yes	no	No
HDP6	C (school)	At this school teachers keep their private life to themselves			






5.3.4.	Does age play a role?

Hypothesis 6 was added because one of the counsellors stated that older students cause fewer problems at that particular Dutch international school then younger one’s. We were interested to verify this statement because it suggested that younger pupils felt had more dissonance then older one’s.

To answer this question of age we selected the five different ages that were present in our data. They are equally spread among all students, except for the oldest age group, the 19 year olds, which had only five respondents. We found that there is a some increase in dissonance noticeable with increasing age (see table 13).

















6.1.	Discussion of results 

6.1.1.	Hofstede’s power distance & gender and Allen areas






In Hofstede’s model, The Netherlands are a low power, feminine country.  (See also paragraph 2.2.2, 2.2.3 and figure 1 page 25). Our research shows that students coming from a high power and / or masculine society experience culturation dissonance.  Pupils who identified their home country as a country far off the Dutch position show more cultural dissonance than those whose home country is closer to this position.  Our first and second hypotheses (paragraph 3.2, page 21) are herewith confirmed.  

We found that the research partly confirmed our third hypothesis (paragraph 3.2, page 21) that we would find evidence of cultural dissonance across Allan's seven areas. Our results demonstrate that four of these areas repeatedly show more evidence of this dissonance — peer interaction, teacher/student interaction, institutional school factors and host culture. This does not correspond with Allan's own ranking for the order of importance of these areas (see section 2.3.2). This suggests that when Allan's model is applied to specific multicultural educational contexts, differences may be found for the order of importance of these areas and that the existence of cultural dissonance in particular areas may not be found.













We found evidence that experienced Third Culture Kids (TCKs) who have interacted closely with different cultures tend to show less cultural dissonance than less experienced Third Culture Kids, which was in line with our fifth hypothesis  (paragraph 3.2 on page 21). This has implications for the support given to pupils at Dutch international schools, since this result shows that Third Culture Kids are an important resource within the school for intercultural learning and for helping other pupils acculturate. Given that the peer support area in Allan's model showed significant evidence of cultural dissonance, teachers at an international school should pay attention to incorporating classroom activities that utilise and build on the experiences of Third Culture Kids.


6.1.5.	Age of the pupil

We found that age is a significant variable determining the amount of cultural dissonance experienced by pupils; view hypothesis 6 on page 22.  Older students showed more evidence of cultural dissonance than younger pupils. A reason could be the fact that older pupils are more explicitly aware of the cultural dissonance and feel less pressure and need to adapt to a system that does not fully coincide with their own cultural background. Minor cultural dissonance may not be seen as a problem in this age group. Younger pupils often feel more pressure to be part of a (social) group. They are more likely to experience exclusion and will put more effort in adaptation.  Another reason could be the fact that older students have become unable to adapt to a new cultural environment, being already to much entrenched in their own cultural beliefs.


6.2  	Summary of conclusions related to the hypotheses

Our research has confirmed that students coming from a country that is far off the Dutch position with regard to the  Hofstede dimensions of gender and power distance experience more cultural dissonance then students coming from a country whose position is similar to the Dutch position (hypothesis 1 and hypothesis 2). 

Our research confirms that there is dissonance in four of the seven areas as described by Allan (2002).  Most dissonance is felt in the areas peer group interaction, teacher/students interaction, institutional school factors and host culture (hypothesis 3). 

We have not found evidence that pupils who have attended an international school before experience less cultural dissonance compared with pupils who have never been at an International school before (hypothesis 4).  

The research shows that pupils who have interacted closely with different cultures during their developmental years show less cultural dissonance than those who not had any experience with other cultures (hypothesis 5).

Our research reveals that older pupils tend to experience more cultural dissonance then younger ones (hypothesis 6).

The research has pointed us towards what we referred to above as the 'true' culture of the schools — that is, an Anglo-American culture. 


6.3		Weaknesses of our research 

Our sample size for this study was small (116 pupils), and only included pupils from three Dutch international schools.  Also, we limited the respondents to pupils aged 15-19.  These limitations were necessary given the time frame for the study.  The results of the survey still offer a valid picture of the acculturation of pupils in all Dutch international schools located in the Netherlands.  For some of the issues researched, however, the conclusions remain slightly blurred.  For instance, the age of the pupil in view of their acculturation process and former international school experience could reveal a more precise picture if a bigger sample had been researched. 

For our research we collected a great amount of data without having a clear concept for the statistical analysis.  Only after collecting all the data we gained some basic knowledge about statistics and general analysis of such a huge amount of data.  It would have been useful to have a greater statistical knowledge before starting the research. We feel that with the data collected further statistical analysis could be carried out. 

Although we put a lot of emphasis is designing the survey and also tested the survey in one of the schools, it still appeared that some of the questions were invalid and could not be used for further analysis.  


6.4		Further research in relation to our results 

We recommend that a larger sample size of pupils be used to research the topic further.

More research is required to investigate the application of Allan's areas for cultural dissonance to specific educational contexts. Our research has indicated that not all these areas show significant evidence of cultural dissonance in the Dutch international school context, and this should be validated. Additionally, our research suggests that the order of importance of these areas, as given by Allan, needs to be reviewed.

We found that the experience of being at an international school prior to joining a Dutch international school did not appear to help pupil's acculturation, on the contrary these pupils showed more evidence of cultural dissonance.  More research is needed to verify and explain this finding.  Also, as mentioned above, more research is needed to investigate the relation between age and acculturation. 

We also recommend research into the specific culture that is found at Dutch international schools. Do they all show — as our research does — a cultural position that is close to the UK and US national culture position indicated by the Hofstede model (for gender and power distance)? If so, what are the implications of this for international education across The Netherlands? Should these international schools make more effort to reflect the cultural position of their host culture?


6.5		Further research on the topic of acculturation 

More research should be undertaken, both qualitative and quantitative, that investigates the strategies for acculturation that Third Culture Kids themselves draw on during their process of successful acculturation into a new cultural environment.

More quantitative research on the design, implementation and effectiveness of existing support programmes is needed. Whilst some qualitative research has already been done, such as Reeves (2006) description of a support model for families in transition, we have found no examples of a study that has collected quantitative data on the effectiveness of support programmes for students experiencing acculturation problems within an international school environment.

Furthermore it is felt that the results of the study could offer other researchers in this field a foundation for the development of new instruments that identify cultural dissonance at international schools.


6.6		Implications for schools 

The evidence for cultural dissonance in four of the seven Allan areas has implications for the design of support programmes for pupils within a Dutch international school. Counsellors should audit existing pastoral support programmes in the light of this evidence to see if their programme does provide support with regard to peer interaction, teacher/student interaction, institutional school factors and host culture, and if the programme addresses any of the specific statements that relate to these areas as used in our survey.

The study reveals that pupils, who have had the opportunity to closely interact with other cultures, experience less dissonance. This points us at the opportunity to employ the experience of Third Culture Kids as a positive resource for intercultural learning and for peer support within Dutch international schools. 

We hope that this research can also contribute to an increased attention given to the seven aspects of an effective support programme for pupils in an international school as indicated in Langford's (1997) study. Langford analysed data from a survey of 287 international school teachers at 41 schools. This research indicated seven aspects of the international school context that require special attention with regard to the support that should be given to pupils: 

pupil counselling, provision of in-service training for teachers, the development and maintenance  of a “profiling” portfolio […] that can accompany the international mobile pupil in order to facilitate placement, incorporating classroom activities that facilitate the arrival of new pupils, parent counselling, providing the family with practical local information […] and incorporating classroom activities that facilitate the departure of pupils. 
 (Langford, 1997, cited in Langford, 2000, p. 38)











































































CULTURAL DISSONANCE AREA	FEMININE	LOW POWER DISTANCE
1. peer group interaction	Statement 20	Statement 16
2. individual student factors	Statement 4	Statement 5
3. teacher/student interaction 	Statement 21	Statement 23
4. academic curriculum	Statement 10	Statement 17
5. institutional school factors	Statement 18	Statement 1
6. host culture	Statement 24	Statement 3
7. home/school interaction	No Statement	Statement 13

STUDENT’S OPINION	HOFSTEDE DIMENSION
CULTURAL DISSONANCE AREA	MASCULINE	HIGH POWER DISTANCE
1. peer group interaction	Statement 15	Statement 22
2. individual student factors	Statement 9	Statement 11
3. teacher/student interaction 	Statement 12	Statement 7
4. academic curriculum	Statement 19	Statement 6
5. institutional school factors	Statement 26	Statement 25
6. host culture	Statement 8	Statement 14
7. home/school interaction	No Statement	Statement 2

SCHOOL’S SITUATION	HOFSTEDE DIMENSION
CULTURAL DISSONANCE AREA	FEMININE	LOW POWER DISTANCE
1. peer group interaction	Statement 31	Statement 50
2. individual student factors	Statement 46	Statement 47
3. teacher/student interaction 	Statement 43	Statement 35
4. academic curriculum	Statement 52	Statement 45
5. institutional school factors	Statement 48	Statement 37
6. host culture	Statement 34	Statement 49
7. home/school interaction	No Statement	Statement 40

SCHOOL’S SITUATION	HOFSTEDE DIMENSION
CULTURAL DISSONANCE AREA	MASCULINE	HIGH POWER DISTANCE
1. peer group interaction	Statement 36	Statement 41
2. individual student factors	Statement 39	Statement 28
3. teacher/student interaction 	Statement 27	Statement 29
4. academic curriculum	Statement 30	Statement 51
5. institutional school factors	Statement 38	Statement 44
6. host culture	Statement 42	Statement 33










7.4		Validity Tests for Student Survey on Acculturation


Paired Mean Differences Section B: Students’ Opinions
	|Mean|	Std. Deviation	Std. Error Mean	95% Confidence Interval of the Difference
	 	 	 	Lower	Upper
Pair 1	F1 – M1	1.69	1.447	.134	-1.96	-1.42
Pair 2	F2 – M2	0.53*	1.644	.153	-.83	-.22
Pair 3	F3 – M3	2.44	1.410	.131	-2.70	-2.18
Pair 4	F4 – M4	1.82	1.762	.164	1.49	2.14
Pair 5	F5 – M5	2.11	1.394	.129	1.86	2.37
Pair 6	F6 – M6	1.75	2.248	.211	-2.17	-1.34
Pair 7	LPD1 - HPD1	1.83	1.795	.167	1.50	2.16
Pair 8	LPD2 - HPD2	2.32	1.374	.128	2.07	2.57
Pair 9	LPD3 - HPD3	2.34	1.492	.139	-2.61	-2.06
Pair 10	LPD4 - HPD4	1.30	1.469	.137	-1.57	-1.02
Pair 11	LPD5 - HPD5	1.90	1.351	.126	1.65	2.15
Pair 12	LPD6 - HPD6	1.06	1.458	.135	.79	1.33
Pair 13	LPD7 - HPD7	1.10	1.716	.159	-1.42	-.79

Paired Mean Differences Section C: Student’s Perception of School Situation
	|Mean|	Std. Deviation	Std. Error Mean	95% Confidence Interval of the Difference
	 	 	 	Lower	Upper
Pair 1	F1 – M1	0.39**	1.607	.156	.08	.70
Pair 2	F2 – M2	1.73	1.786	.175	1.38	2.08
Pair 3	F3 – M3	1.34	1.528	.144	-1.63	-1.05
Pair 4	F4 – M4	0.97*	1.787	.171	-1.31	-.63
Pair 5	F5 – M5	0.73*	2.002	.218	-1.16	-.29
Pair 6	F6 – M6	0.51**	1.881	.186	-.88	-.14
Pair 7	LPD1 - HPD1	1.02	1.858	.174	-1.36	-.67
Pair 8	LPD2 - HPD2	1.16	1.931	.181	-1.52	-.80
Pair 9	LPD3 - HPD3	0.60**	1.411	.133	-.86	-.34
Pair 10	LPD4 - HPD4	0.10***	1.330	.125	-.34	.15
Pair 11	LPD5 - HPD5	0.49*	2.212	.217	.06	.92
Pair 12	LPD6 - HPD6	1.49	1.572	.164	-1.81	-1.16
Pair 13	LPD7 - HPD7	0.65**	1.835	.183	-1.02	-.29

* Students answ ered these pairs with a value of around 3, making these data valid, even with an absolut mean difference ( |Mean| ) below 1.0
** Students answered these pairs with a value of around 2.5, making these data valid with an absolut mean difference ( |Mean| ) below 1.0
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